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The main objective of the CORRELATES OF
EFFECTIVE TEACHING PROJECT is to expand
the number of teaching principles based
on documented findings from systematic
classroom research. The probiems and
processes studied have been selected on
the basis of ‘observation and consultation
with teachers and school personnei, Em-
phasis is on the study of the classroom
to discover how thesg Processes can be
conducted to the greatest advantage of
teachers and Individual students.

One of the project's major efforts was a
two~year study of #eachlng effectlveness
involving the examination of the class-

room behavior of teachers consistent In

producing student learning gains,

Since 1974 *hree other major data collec-
tion efforts were initiated and completed.

(1) STUDENT ATTRIBUTE STUDY which looked
at student characteristics and behaviors
and their effects on teachers.

(2)  FIRST GRADE READING GROUP STUDY, an
experimental study designed to test the
effectiveness of selected group management
techniques in teaching reading.

{3) JUNIOR HIGH SCHOOL STUOY, a follow up
on earlier work from the second and third
Jrades of the influence of teacher charac-
teris‘ics and behavior on students! cognitive
and affective gains.




Abstract

This report contains a detailed explanation of 22 principles for
managing small group instruction. The model is based on several orinciples
which research ard experience suggested were assoc!ated with student
learning gains. Seventeen first grade teachers agreed to implement the
model exactly as contained in the report. These materials served as the
"treatment" in the First Grade Reading Group Study. Data collected during
this study were analyzea to determine the effecﬂ\;err-xss of the 22

o

principles in producing gains in reading for first grade students.




Introduction

The First Grade Reading Group Study was an experimenial examination
of teaching behaviors and their effects in first grade reading groups. The
specific teaching behaviors'of interest are those defined by an instructional
mode | for‘small group instruction as presented in this report. The model
consists of several prfncip}es which previous research and experience had
suggested as being associated wlth learning gains in children, especially’
work done in the Early Childhood P ogram cf the Southwest Educa;T;nal Deve lop=
ment Laboratory (1973) and the Texas Teacher Effectiveness Project (Brophy &
Evertson, Note 1).

Seventeen first grade reading teachers who agreed to implement the
instructional principles were presented with the model exactly as it appears
in This'repgr?. As suéﬁ, these materials served as the "treatment” in the
experimental study. Data coilected during the study will be analyzed in
order to further determine the effectiveness of the individu&! principles
as well as the model as a whole. Initial analysis revealed that the teachers
in the treatment ér0ups (i.e., those who had received the instructional model
as described in this report) had students with hlgher residualized reading
test scores than did 10 teachers in a control group who were not given the
instructional mode!l (Anderson & Brophy, Note 2).

However, despite these positive results, we suggest thal the present

repcrt be considered tor what it is: materlal which served as the treatment




in an experimental study and which is still being examined in order to
more clearly define the relationship tetween each principle and learning

gains.




AN {NSTRUCTIONAL MODEL FOR FIRST GRADE READING GROUPS

To the teachers:

This |Is a description of a system for smal! group instruction of
young chiidren (In this case for first graders in readlng groups.) It does
not discuss content or'ma?srlal§, but it provicdes guidelines for teacher
management of reading grouwp Instruction. |t is hoped that the systematic
use of these principles wili Improve the planning and conduct of reading
qroup sessions and benefit the children., A major undarlying rationale for
the system Is that each ;hlld should receive as much individuallzed !ﬁsTruc-_
tion as is possible in a group setting.

The principles discussed in tue fol lowing pages }Iou from both exper-
lence and research involving teachers and young children in smali groups.

By combining them into 2n organized system to be ysed In the classroom,

much more Information can be galned about how to best teach small groups of

young chlidren.

The purposes of thls project are to bring these prlﬁclples together into
3 workabie system and to teach teachers to use them if they art not al ready
doing so. (fou may recognlze many of the principles as technloues which ydu
already use.) After asking you to Incorporate these suggestions Into your
teact ‘ng, we wlil examine the results In order to further svaluate the system
and the princlples. These findlngs then could be used In teacher education .
and teacher inservice programs |f they show that certain techniques make 3 dlffer-
ence In chlldren's iearning.

You probably wiill find that many of the principles are more applicable

at one time than another, depending upon which chlidren you are teachino and

what kind of lesson you are presenting. We have tried to provide a geaneral




overview that can be adapted to the many different [essons and types of

chlldren with which the first grade recding teacher must deal. There [s
8 sPpecial emphasis on dealing with shy, impulsive, and inattentive chitdren
and Problems such as wfong answers and fal fures to respond. [t Is hoped
that dealling with such situations In the suggested ways will make reading
a more pleasant and productive exPerience for both the teacher and the chitdren. !
Your role in the study is central, because application of these principles
involves teacher judgment based upon knowledge of Individual children's needs
as well as a feel vor the group's needs. SpPecl¥lc examsles have been provided
but are not meant to serve as absofute prescriptions. Rather, we ask that

F——— B e T T

the teacher learn the general principles, and then use them according to her

best judgment about the situation and the chlldren |nvolived.

Please read the material and study It untif you are comforfabla—wi?h it
and feel that you could conduct a reading group accordingly. A meeting wihi-—-- —
be scheduled at your school to discuss any questions and c¢comments. There will

be & short test administered at the end of the meeting to assure understand-

—— e ——————

ing of the princiPles. ANy areas ©f misundersrtanding that show up on the test
will be dlscussed agaln, so that both you as a teacher and we as researchers

can reach mutual satisfaction and agreement about procedures.
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INTRODUCT{OM

The Ins’ructional model is based on two general principles concerning
children's learning in small groups:

I, 1t is desirable to nave a balance between a.) an efficient group
structure in which the pace is rapid enough to maintain interast and attention,
and b,) a group structure which helps the teacher ty, meke sure that learning
is taking place for gvery child.

2., If 2is0 Is desirable that chilcren |earn to respond to every teacher

question, but without feellng anxious about having to make a response.

Aycompllshtng either of these goals requirﬂs teacher Judgmen? at many
polnts In the lesson. How fast should questions be paced to keep attention

and yet not lose anyone? How fong can you walt for a response from an Indlvidusl

- without iosing the-attention of the Testof thegroup? —When-chouid youend o -~

chltd's response opportunity 1f he might know the answer but seems afrald to
say anvthing? How long shouid 8 chlid be urged to respond before such encour-

agement creates embarrassment and anxlety?

Specific answers to these questions cannot be prepared In advance, since

the situation |s different for every chiid and every question. However, the

system of prlnciples ou*llned belou can be used as o frameuork ul?hin which

the teacher, who knows the chlidren, can make decisions.

Tﬁe principles are presented belou_ln a brief fist. |In the next section
they are discussed in greater detail, aiong with the ra*ionales and backgreund
informatlon related to them. The system is divided into two major éanponen’fs:
1} organization and mangement; and 2} f;acher rasponses to chiidren's answers.

In order to avold confuslon of pronouns, "she™ will be used to refer to

the teacher and "he" will refar to the student.

e —_ e ——




OVERVIEW OF THE PRINCIPLES

I, _QRGANIZATION AND MANAGEMENT

GETTING THE CHILDREN'S ATTENTION

l. The teacher gets everyohe's attentlon before starting the lesson.
2. The children slt with TTir backs to the rest of the class whillie the

teacher faces the class.

INTRODUCING THE LESSON

e e e

!
~ - - - - 3, -The -*roaeheﬁ-%n*mduce&fhf tesson—wlth-abrief-overviews— - - o——— . —
4. The teacher prasents new %ords clearly.
5. After oresenting new uordé, the teacher has the chilidren repeat them,

6. A demonstration or explani?lon precedes the chlldren's attempts to
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CALLING ON CH:LDREN

7. The teacher should work ul?h one child at a time, so that everyone Is
| cﬁecyéd anﬁ-f;ce;vé; ;;edb;ck.é | R
8. The teacher should call on.chlldren In order rather than randomly.

9. Occaslonally the teacher should question a child about another chlid's

resPonse (to keep everyone alert).

10. The teacher should minimlza callling on volunteers.

I1. The teacher should discourage call outs and should emphasize that each

child is responsible for the question asked of him, .

12, The teacher should avold rhetorical questions, answer|ng fer own

quastions, or repeating questions. These contuse the chlldrer.

10




MEETING INDIVIDUAL LEARNING NEEDS wiTHIN THE GROLP

I13. At some point, the teacher must decide if the whole group can meet the
lesson's ob jectives, f she decides they can, she should hoid the grous

" Together, ‘making sure that everyone masters each step before moving on tTo
*+he next step.
4, |f the teacher decides that everyone cannot meet the objective, the
students who can do $0 should pe taught through to the end and then
dismissed, so that the teacher can spend more Time with the other chiidren.

15. An exceptlion to the above occurs when the teacher wants To use a

-—-—Student-who-hes—mastered the objective as a moge! tor the others. HKere, she

may retaln one or mora such students In the group in order tO carry on a
dialogue.

16. |f some of the chl!dran do not succeed In meeiing the objectives before

Iesson Tlme is up, arrangomrws shoul 7 be made for axtra tutorial help,

i, BESPONDING. 10 CHILOBEN'S ANSWERS
The teacher's teedback to children's arswers depends on |) - the type of

question (whether It requires msmory or reasoning), 2) the pace of question-

Ing (whether rapid for drill or slower for more thoughtful questions), and

- =~ 3% ‘the child's answer (correct; !ncorrect, ™! don®t keow," or ho résponse).

WHEN THE CHILD DOES NOT RESPOND
17. After asking & question, the teacher walts for the chilg to respond
and also sees that other chlidren walt and do not call out answers.
During rapld pacing, she walts a few seconds and gives the answer. During

the more 5lowly paced parts of the iesson, the teacher should walt for

an answer as long as she feels that the child is thinking and wlll answer,

11




but no* so long as to embarass the zhiid or lose the other children's

attention.

lf the child does not respond within a reasonable time, the teacher

should indicate that some response i< expucted by probing ("Do you know?™),

Sne should “hen stwpilfv {(see #19) according to the type of question.

VHEN THE CHILD'S ANSWER 1S INCORRECT

18. The teacher should indicate that the answer is wrong, and then follow

simplification procudures out!ined balow for the two types of questions.

SIMPLIFICATION PROCEDURES
19, The appropriate simptification preccedura (5 determined by the type of
quastion, '
a. 1§ the question deals with factual knowisyge that cannot ve

reasoned out, tha teacher should give the answer to the child
and then move on.

b. 1f the question is one that the child could reason ocut with
help, the teacher should provide clues or simplify the question.
1t the clues stitl do not haip the chlld, ha should ba glven
the answar. Tha teacher should navers ask another chlld to supply

" the answer. -
WHEN THE CHILD §S CORRECT .
20. The teacher should acknowledge the correctness, and make sure that

everyone elsa heard and understoc. the snswer.

PRAISE AND CRITICISM

21. Praise is important but should not be used indiscriminately., Praiss

thinking and aftfort more than just getting the answer, and make praise as

12




specific and indlviduai as possible.
22. Criticism should also be as specitic as possible and should include

specl flcation of desirable or correct altarnatives.

13




PART |: ORGANIZATION AND MANGEMENT

GETTING THE CHILDREN'S ATTENTION (Princlples | and 2}

It is important to catch and maintain the chlldren's attention at the

beginning of the lesson.

I. The teacher should use a standard and predictable signal +o get the

children's attention. The use of this technlque should lead to quicker and easier

transitions with little time wasted In getting a grouwp started. |t is useful

In two situations. The first Is the rvransition from generat class activities

T ~—~ "¥o ¥he readding group {(and alfernate activities), and the second situation Is

getting everyone's attention when you actuslly begin the reading group.

A standard and predictable Si:jnal is one which the children can $earn to
recoqgni ze quickly because It is repeated dafly with the same meaning. For
exa&pie, the teacher might ring a bell every day to signify that it is time
to move to the first reading group, or she might give a consistent verbal
signal, such as "it's time for Tigers!"™ It the signal s clear and consistent,
the chiidren do not have to stop each time and decide what to do; they can
respond quickly and automaticaily. The teacher should decide upon the signai
early in the year and the children should be allowed to practice responding
to the cue.

Once the chilidren are in the group, the teacher should again use a con=-
sistent recognizable signal indicating that the lesson Is about to begin and
that the chlidren should pay attention. Ffor example, she could use a phrase
every day such as "Attention, chilidren." Again, by consistently using the
same signal the children learn more aasi iy when lessons are starting, and the
Teaqhar will spend less time ge?fing the group organized.

In of ther Situation, I¢ some chiidren do not respond to the signal, the

14
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teacher should remind them Individually of what is expected. However, the
teacher should be careful not to Interrupt the appropriate behavior of the
cther children or reward the unattending child with too much attentlon (by
shouting, scolding foudly, etc.). Insiead, the teacher can tap or softly call
the names of those who are not attending. If this stll} does not lead to the
des!red behavior, the teacher shouid dule?lv and Quickly expfain the meaning
ot the signal and make sure that the child fo!lows through. 1t is important
that the teacher remain consistent and flrm En her demands that the chiidren

respond to the signal.

2. Once in the group, the children should be seated with thelr backs

to the rest of the class while the teacher is facing the class. This Is a

preventive measure In that the chiidren in the grmup are less flkely to be
distracted by other activities If they face the teacher ang have their backs
toward the rest of the class. Also, the teacher can supervise both the

smali group and the remainder of the class at the same time In this position.

-
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INTRODUCING NEW MATERIAL (Principles 3,4,5, and 6)

The Introduction should prepare the chi ldren for the lesson by getting
their attentlon, teaching new material and new terms before applying them,
and making sure-that the children know what t+o do when they are asked to make

responses.

" 3. The introduction shouid cont®in an overvisw of what is +0 come in

order to mentally prepare the chllidren for the presentation. This does not
have to be elaborate (In fact, it should not be). A sentence or two wili do,

such as "Today we are going to learn about a sound the letter a makes.," Such _ _

T =
|

an overview should contaln a statement about the content to be studled. I+

may or may not 'be expressed In terms of a behavioral objective (as In, YAt

the end of the lesson, you wili know about two different sounds for th,"),

The ovorview may also mention something about the purpose of the lesson, especlally
If this is ilkely to motlvate the students. For example, the teacher mary say,
"Today we are going to learn about words with two vowels side by side. When

you know about this, you will be able to read a lot of new words +hat you c;:ould

not before, |lke boat, and seat, and sali."

It the lesson will involve changling activities at some point (and especially
it the teacher anticipates breaking up the qroup to work with certain chllidren,
as discussed In Principles 13 and 14), 1+ may be useful to glve the children
a preview of the sequence of events.(for example, "Today we will talk ?bouf some
words i{lke through, rough, and although. They sound different but they look
a lot altke. After we talk about them for awhile, soma of you will go do work~
book exercises, some of you will go to the Iistening center, and some of ycu

will stay and talk with me."). Thls prepares the chlldren for a future transi-

+ion, oand 1+ also lets them know !n advance that several dlfferent activities

will take place., The children then will be expecting these directions when

16
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they are repeated la?e"r. . , , -

The purpose of overviews Such as these Is to prepare the children by
helping them to organize their thinking and focus on the task at hand. It is
Important for them to learn that the world of school and its demands (specifice
ally -‘readlng) Is a reasonable and orderly oné._ One step To;:ard helping them
learn this is always to prepare Them' before making demands oh them, and then to
toltow that plan accurately so that thelr expectations of *he lesson 2re ful-
fl lled.

4. 1t is also at the -beginning-of—the—tesson that hew words and sounds

should be Presented to the chl ldren, so that they can use them later when they

are reading or answering questions. Introduction of new words may be accom=
plished in several ways, depending updn the words, the children, and the teacher.
Hc:)rds that do not follow phonics rules and cannot be sounded out by the ch!ldren
shouid be sald clearly by the teacher. Words that could be sounded out by the
children may be presented as quesﬁons to them, along with whatever other clues
may be helpful. 0:-. it the teacher prefers, thsse words also could-be given

to the chlidren by her. T'he Important thing Is that these new words are spoken
In some form at the beginning ©f the lesson. The teacher Should see that they
are distinctiy pronounced and pointed to, explained, or otherwise fotused upon.
This technique lets the chlidren know what to expect, s0that they can read
without anticipating totally unfamillar words. They can be looking for them,

and their learning of the words will be relnforced when they see them again.

3

5. When new words or sounds have been presented, the teacher should have

the chlidren repeat them untl| they can say them satisfactorily. Having them

repeat the words or perhaps make up sentences wlth themglves them practice In

reading and ssylng new words before they are called on to read them In context.

17 .




i5
It is also & relatively easy task, so that chiidren who are shy about réépond~

ing will find this first demand lass frightening than & more complicated

question,

6. After moving Into the lesson, but before asking the chlldren to use

new material or undertske new tasks, the teacher should present a demonstration

and/or exp lanation of any ne« activity. A good explanation includes a step-
by=step description of the processes Involved , given In simple, clear language

that the children c¢an understand. The teacher should gear the explanation

to +ﬂ;-éETTE;;;'s experience and level of understanding. For example, [f the
task was to find pictures whose names started with the same sound as the name
of the letter just studied, the teacher might say, "Show me all the plctures
whose names begin with the /b/ sound.”™ But It the chlildren had never performed
this ?agk before and were not faml(far with the sklits involved, this might

be a poor explanation. A better approach would be to break the task Into each
step and explaln séquen?lally.

For example, wlth a readiness group that had never before tried this task,
the teacher might say {atter an overview and prosentaticn of the letter sound
being studied), “Flrst look at this letter, b, What sound doos it make?"
{Child responds.) "Sav the sound to yourself. Now look at this plcture, What
is the name of the picture?”..."Say the name to yourself. What is the first
sound In that name?....ls that the same sound as the sound of thls letter?"

[ the children could answer each of these questions, the teacher could pre-
sent the next plcture with fewer questions. For examplé, sha might say, "Now
look at this picture and say the name to yourself. Listen to the first sound.
s the flrst sound the same as the sound of this letter?" Later, this could
be further shortened to "Look at this plcture and teil me {f the tirst sound In

its name [s the same as the sound of thls letter.®™ Eventually, the children

18
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could be glven the explanation presented first above ("Show me all the

pictures whose names begin with the /b/ sound.™).
| . Therefore, the criteria for a good demonstration or explanation Involve
checking the chiidren for their level of understanding and then, 1f neces-
sary, el ther expanding on the explanation by breaking it into steps or shor~
téning 11 byﬁr leaving out é few steps at a time. The teacher's choice depends
upon the children's responses at any polnt in the explanation.

After the explanation or demonstration, the teacher should move quickly

1o having the children do the task themseives.  Children In this age range S
nead concrete personal axperience to learn concepts or skills, but they also
need guldance 1o polint out the most [MPortant features of the task. Having
the chiidren perform the task Inthe group not only helps them l(earn 11, but also
ailows the teacher to check them for understanding of the lhstructions before

they are released to workon thelr own or expected 10 respond correctly in a

more rapidly paced group session.

13
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CALLING ON CHILDREN (Principles 7,8,9,10,11, and 12)
" Calllng on chlldren [nvolves distributing rusponse opportunlties to

Indlviduals while at the same tIme keeping the entire group alert.

’
7. Jhe teacher should work with one individuai at a time in having

+the é:hlldren practice the new skill or apply the new concept, making sure
that everyone [s checked and recelves feedback durlng the lesson. (Feedback
is discussed below In principles 16 through 21.) In thls way, the teacher
can monitor the progress of each group member. This means that excesslve use

of choral responses |s not desirable.

8. "The teacher should wse a pattern {such as coing from one end of the

aroup o the other) for selecting chiidren to take thelr turns reading In the

aQroup oranswerind questions (as opposed to ¢alling on them randomiy and un-

predictably). For &xample, the teacher can start with thechlld to her
immedi ate left, then the child to his left, and so on around the circle,
questiontng each chlld or asking tor reading.

This Is suggested because the chlldren will aiways know when to expect .
8 turn and wili not feel anxiety about being callied on unexpectedly. This Is
especially Important with young chlldren who feel uncertain about having to
perform In school, and it also will help to control overeager students who
frequent!y call out answers, wave thelr hands, and engage In attent|on-seeking
activity becsuse they think [+ will lead o a turn to read or respond.
Both shy, non=respoasive chlldren and attentl on-zeeking, overeager ones wlli|
know when thelr turn 1S coming and will not spend the rest of time feeling

snxlous or trylng to get atftention. The teacher must remaln flrm In her use

of this procedure and not skip 8 shy chlld to yleld to a handwaver, except in

the situations discussed below.
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9. In order to keep each ramber of the group aslert and accountable
at all times between turns, the veacher occasionally should question s child

about & Drevioys response from another child (for example, "8111, how do you
feel aobut John's jdea?” or "Do you have anything to add to that?") Thus,

each student should knnw that he may be calied upon at any time, not just
during his +uin. He mq_;'t therefore remalin attentive and iisten to the other
children., However, two precautions shouid be taken whon using this technique.
First, when 8 chilid Is questioned about another's response, the demand made on
the child shouid be ari easy one for him. That is, if he was (istening and pay-
ing attention, he shoiid be able to answer the question without difticulity. For
soma children, such demands 3re as simple as asking for a repetition or opinion.
Other children might be asked to comment on the correctness of the an.weér or
to expand upon It (but only if the teacher feeis this is within thelir capabi i~
ities).

if harder demands are made than a chilid can fulfili with this type of
questioning, the advantage of reducing anxiety by using a predetermined order
(as discussed in principie 8) wili be lost, if all of the out-of-turn questions
are simple for each chiid, they wili not learn to fear them. Iinstead, they wiil
be rewarded for paying attention and listening, and they wiili get an extra

opportunity to give a correct answer.

As 8 secopd precauticn, “ho child shouid be heiped to reaiize that the
purpose of such questioning Is to get his opinion or input, not to put down
or "correct" another child. The teacher can serve as a model through her
responses by tresting wrong answers as a reason to teach, not to criticize.

The use of these two principles should create @ desirable balance
between predictabiiity, which heips reduce anxiety and/or attention seeking

behavior, and continuous alertness within the whole group.
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10. Calling on _volunteers should be p-imarily restricted to parts of the

lesson In which chlldren are contributing personal experiences or oplinions.
However, when the objective of the jesson is to teach some content or skill,
it Is Important that every chlig bo.called upoh and expected to respond. This
can bes? be acoompllshed by using ordered tums and occaslonaliy questioning

¢hiidren out orf turn to keep them alert.

If. Mhen call outs occyr, the feacher should remind the child that
everyone gets:s turn _and that he must watt unttl his +yrn to answer. It is

important not to be overly critical, however, especially |f the call oyt

demonstrates @nthusiasm in a chiid who usually does not exhibit i+. Never-
theless, all ct\nlldran should learn that when one child Is asked a quesﬁ-ion,
he [s responsible for the answer, and others are not to call out the answer
or "help."

1f 8 child persisis In calling out desplite repeated reminders. the
teacher must determine why he Is doing so., Her later rexctions then are
determined by the reason for the behavior. For example, |f the cailing out
primartly seems to be to get attention, the teacher should make sure that
her responses are not reinforcing the behavior by payinog attention tc it.
Reminders .can be delivered Impersonally to the child, without locking at him
or seeming to speak dlrectiy to him.(thus not rewarding him with attention),
or the teacher can total ly [gnore the student's call outs and only respond tc
answers glven during his tum,

Another reason for repetitive cali outs might be that the child Is
Impulsive and has little self~control. In this case, the teacher m»y help
the chi|g become aware of his behavior so that he can begin to control 1t.

I+ is Tmportant that the teacher never accept a called~cut answer.

Call outs should be ignored or should result in a reminder that evaryone is
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expected to walt his turn or raise his hand and be called on by the teacher.
In contrast to thisresponse to call outs, the teacher should be sure that she
does respond positively to answers given during a chiid's turn. (1n the case
of a typicaiiy non-responsive child who doss make a rare cali-out, the teacher
should not tose the opportunity to reinforce the response, white gently re-
minding the child if she can that It would be better to answer during his turn.
Otherwise, however, the teacher should not accept the answers called out.)

The purpose of this principle Is to not only help maintaln control but

to teach chlidren +o listen to others and not to Interiunt.

12, Ine teacher should avoid rhetorical questions, asked for effect
with no answer expected, or leading auestions {"Wasn't that funnv?").  _Other

“ questioning patterns to be avolded are answ8ring her own questions (“Why did
the farmer qo tn town? To buy a pig, of course!™ without waiting ‘or an
answer) and repeating questions .("Why did the farmer go to town? What did
he want to do? Why did he go?", again without walting for an answer).

These kinds of questions tend to confuse the chiidren and wili also make it

more difficult to teach them that each teacher question demands an answer.

When the children are always asked questions that can be dealt with and have
sensible answers, they are more |1kely *o form the attitude that school
demands are reasonable and can always be answered eventually.

When rhetoricai or {oading questions-sre asked frequently, the children
may iearn that an answer Is friot expected or that it can be flgured out from the
tone of the teacher's voice (as In "Wasn't that funny?" or "Don't you feet
sorry for poor oid Nobbin?"). |f the teacher frequantiy answers her own
questions withoyt pausing for an answer, the chlidren mey be confused and not
see the connection between the different expressions of the same question,

To them, the above exampie ("Why did the tarmer. . .? What did he want? Why
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did he go?") might appear to be sevaral questions at once, which could
confuse some first-graders.

instead, good questions tor this age group shouid be short enough
for the chiidren 10 hoid in their memory while thinking about the answer.
They should elicit some mental activity bevond second-guessing the teacher
(responding to her tons of voice rather than the content of the question),
and they should have answers which make sense to e young chlid who cannot
think ebstractiy or juggie too meny concepts at the same +ime. By consistent
use of reasorable questions, the teacher can heip promote In her students the

| o8 that school tasks are reasonabie and wi*hin thelr capabilities,
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MEETING INDIVIDUAL LEARNING NEEDS WiTHIN THE GROUP (Principles 13,14,i5, and (6)
Meeting sach individuai's ledrning neads may invoive bresking up the

qroup, using another child as ® model, and erranging for tutorial heip,

i3, At some point during the iesson, the teacher must make 8 furdamente)

decision svout whether the group as e whole can or cannot meet the lessor's

objectives. 1f there ar> large individual diffarences in the rate of laarning,
keeping the grcup together might mean spanding too much tiMe with those who
ere having difficulty. When this is not the case and the group s @ wholo can
mest the objectives, the teachar should keep the group together, concentrating
her attention 8t each stop on the siowest membars, working with them un 1 they
master the step before proceeding to the next one. In this fashion, ali of

the children will achieve at least the minimai objectives of ths lesson.

“l4, 1t the tescher decides thet the group as @ whole cannot reach the

oh.lectives at the same time because of !arge individual differences in compre~

hension of the materlal. she shouid proceed differently, Those students who

airsady know the objectives or who are learning repidiy and easiiy should be

teught through to the end of the lesson and then dismissed from the group to
work [ndependentiy or angage in some approved self-chosen activity such as com-
pleting workbook assignments, Meesnwhl(le, the teacher should oonﬂnm/m work

. —with the rest—of--the grovp-untli -atl chiidren master the objectives, perhaps -
dismissing them one by one as they do.

The teacher should te careful to avoid negative statemsnts regarding

the children who remain for axtra help. The children who have mestered the
lesson shouid be dismissed without fantare and without celling ettention to
the fact that they have succeeded. Simitariy, the remaining children shouid

not get the impression that they heve fai {ad or done something wrong bscause
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they remain in the gqroun. Cne way to handie this situation might be to (gt
the group know in advence, perhaps in the introduction, that they might have
di fferent activities to completm after reading group. I;hon the +ime coves to
split up the group, the teacher could dismiss *hose who have mastered the
objectives with instructions to compiete a workbook activity or go to a ilearn«
ing center, foi' exampile. Sha could then continue with the remsininy chiidren,
either with the origlnal lesson plans or with ancther activity such as those
suggested in the teacher's manual for children with Individual needs. 1t tha
chiidren ask why they are staying behind, the teacher should answer positively

("Everyone has different work to do, This Is your work for today."!.

15, Sometimes e teacher may wish +o use one or more chiidren who have

mastered the objectives to serve as modails for fho_gfhars. This may Jce done

with the group intact, or the teacher may dismiss alil but the modeis and the
¢children who need extra heip. Sometimes, chiidren having difficulty attaining

ob jectives may benefit more from cbserving interactions between the teacher ond
students who already understand the process than they wouid from being questionnd
themseives,. For exampie, the teacher might be teaching the differencs between
the sounds of words like tape and tap (to present the idea of a finai & making
the vowel sound longl. The teacher might ask a chiid »ho does not understand
this concept to read peirs of words, then gtve him the answers each time with an
oxp ianation. B8ut doing this repeatedly for several palirs of words mey prove
frustrating for both chiid and teacher. Thus, it may make more sense for the
teacher tokeep chiidren who have mastered the objectives in the group in order
to carry on a diatogue or demonstration with them and provids a model for the
other chiidren. She can then turn her attention back to the others after they

have had addi tionsi opportunities to see and hear the answer and expianation

modeied several times.
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An advantage of using modeis is that chlidren often pay attention to
and imitate peers whom they respect and llke. Therefore, the teacher should
té careful to help the model maintaln the respect and friendship of his peers,
and to prevent any resentment which might arise if the situation Is mishandied.
in particular, the 'haachen; shouid not make the other chiidren iook bad while
making a good examp le of fh‘e modei(s). * instead of saying something like,
"“Janet's so smart. She knows the rule," the teacher should contain her comments
to tha answer itselt, not the students! abilities. When commenting on a model's
answer, the teacher should te specific about what was correct and why, since
this heips the other students to focus on the important aspects of the probiem
{("That's right, you icoked at ﬁaf tast letter to see if It was an e before

you said the word.")

16. 1t one or more children stiil do not succeed in meeting the obilectives

within the time available for the lesson, provision should be made for tutorial

assistance. This might come from the teacher herseit or from peers who have
mastered the lesson's objectives. In any case, students who fail to meet objece-
tives should receive extra heip, and must not be aliowed to fali progressively
behind. As stated in principle 14, such assistance should be given in a posi~-
tive manner so that the children do not get the impression that they have falled
or done something wrong. The sugges‘lons in the teacher's manuals can, of
course, be used for activities. When the teacher's time is limited, parent

volunteers or older students might serve to heip these students:
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PART ||: RESPONDING TO CHILORDN'S ANSHIRS

Tie pravious section Cealt with group managencnt practices. The secord
part of the systen s concerned directly with the teacher's role !'n dealling
with individual studants withln the group. The tsacher has 1w majir responsie
billfleé Tn an academlic axchange with the child: shs must presén? +1a cyuastion,
and then respond to the child's answer with feedback of soms sort. The
following principles focus primarily on the lattar.

Threa distinctions will now be considered In turn, and then wil! he used
t0 axplain how +the teacher decides what kind of feedback she will give. Thesa

distInctions are types of questlon, types of learning --d approcriate racing,

and types of cnild answers.,

N4
Questlions :i\‘;
There are w0 hasic typos of questions. The flrst Is a question +that
calls for a short, factual answer. These often deal with mattars of fact which
one elther knows or does not know. Answering such questions requlres remerbering
information. Thus, it is not possible to "think them cut."” Ouestions of this

sort usually start with who, when, what, and where and might entail su2olving

labels or datas, or reading sight words., For oxample, when asked ™ihat shaoe
Is this?™ a child elther does or does not recall the name. %enerally, he
cannot be helped with a clue. .

The second kind®of questlon can be reasored out. This includss some who,

-

what, when, and where questions 1nat ask for more than a label (such as a
question about story content.) This tyne of question also Includes hOw and

why questions which do not have short factual 8nswers. [xamples are, "Why

do Eskimos wear warm clothes?" and "How can you tell when it Is Time to got
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up?” ’Giving the children clues can help them 1o reason or remembar answ2rs

to ;heso questions. For example, a clue to ¥he Eskimo question might bs,

"Would you wear a bathing sult in the snow?", Than after a rasponse, "Why not?"
These *wo differe&? types of questions make dl fferent damands on the caild.

Puraly factual or labelIng questions call on memory alone, whila other ques~

tlons also may call on reasoning processes.

Types of Learqiqg and Appropriate Paclng

Di fferent }ypes of learning will require differeant strategies in pacing
the speed of questionirng. The distinction to be made here Is between
I} demands for rote memory suitable 10 drill and 2). guestlions requiring
reésoning which cannot be answered automatically. Exﬁmples of rote learning
are r?cogni?lon of sight words and recitation of the multiplication 1ables.
The chl|dren are expected to respond quickly }o such questions without having
to stop and think. Reasoning demands ask a chlid To apply @ process (such
as a word attack skill) or give an answer #hich requlres some though®, such
as mefory of‘sTory contant or an oplinion, In general.‘?o?e learning is more
easily accomplished with a rapld pace, while demands requiring more *hinking
should be presented with a slower pace. The tedcher must declde what damands
she.ls making‘;f her children, and then sat the pace which will best muet
+the objactive.

In a rapidly paced lesson, the tzachar movas quickly from child *¢ child.
The purpose of such a pace Is to provide esach answer many +imes, 3¢ tia® the
chlldren can learn through rapid ropetition to recognlze words, letters, eic.
on sight "atomatically.Y The child iearns tc d¢ +his frcm hearirg and seeing

repeatedly the essociation betwsen the quastion and 21s4ar,.
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S oraric pac: can Be maintained wheén short feedback is giver rather than
aladbcrate feoctack., Thwe teachor waits caly two te tiree ssconds fur a child
Yo rasponds 1F Thers 15 not a responsg, the aasuor s given and thz Pzacher
nov:s Ghe  Appropriats feedback curlng rapid pacing is further discussud in
principles i7, 18, and 13,

A slower paced lesson is one in which he tfcacher spands noré Time
@it euch child and zach question and glves more extenslvy fsedsack, This
typ s of pace Is suitablz for demands requiring reascnlng cr use of ncu
skills. In fhase-sifuafions the chlld lzarns by doing "the process oH‘byjscaing
I+ cone énd explained. For e;ample, ]earnlng to sound out new words uith certain
combinations of sounds is a more complex process than the simple asscceiative
learning of comwon sords as descrisoed abovs. This sécond type of lzarning
often requires explanations and the process of getting an answar Ts usually

more impor+ant than the ansuar itself. The feedback to be used In a slcwer-paced

lesson is also discussed ¥n more detail in principlés 17, 13, and 12,

Type of chiid answers

Child:en's answers may be class!fied as (1} mostly or all correct,

"(2) mostly or all Incorrect (we include In this category the answer "I

don't know,” which Indicates a tack of kno./ledge}, or (3} no response at all.
Each of these situations requlires a dlftarent rasponse fron the teachsr,

deponding on the demands of the gquestion and the capability of tha ¢hild.

The rest of the principles are based on t.¢ pramisc “hat any chiid's

response can be turned into a pleasant learn!ng experlence by the teachar.

Therefore, wrong answers and '] don't know" statements arc not undasiratle

In themselves. They can be uysed 10.promoTe lzarning when hanclsd well.,
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.
Howevef, a failure to respond Is not deslrable, and ths cihild should be &n=
couraged to respond fn some way, even If to say "I don't hacw.” It is *hen
the rasponsilillty of the teachar to leave the child with a good fzellng
about having responded, even if it was only to listen to the correct aGSwer
and repeat [+,
The rest of the princlples discuss teacher feedback to ditferent

types of chlld answers. Types of questions and types of pacing are discussed
under each category. A summary of appropriate use of feedback appears in

chart form followlng the discusslion of principles 17, 18, 19, and 20.

WHEN THE CHILD DOES NOT RESPOND

I17. when the Teacher.asks a question or gives a direction, she shoulg watt

for the child to respond, and also see that the rest of the group walts and

does not call out answers. The length of time spent walting -for an answar
depends on what kind of pace the teacher wishes to keep up. Yhen the group

is moving through rapidly paced questioning {such as drilling on sight words),
she should wait only a fow éedonds and proceed by giving the answar herselt {f
the child does not respond, However, when the pace is slower, the teacher should
oozflnue to wait for a response for as long as the child looks |ike he Is
thinking about an answer and may come up with ona. However, she should not

walt so long that the group's attention is lost or the situation becomes anxiety-
producing for the child. The teacher must decide on the spot what 1s tha optimal

wait=tIme,

It the teacher IS unsure about whethar a child Is still thinxing abou*

*

i 1LY

a problem or whether he is completely stumped, she should ask “im (MIc you

know?" "Can you do 1+?") and then procaed on the basis cf the cnlld's raspenss.
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1f tho chtld savs he doas not know or cannot de 1+, *hc *ecachsr should refer

to thc discussion of "Yien the child Is wrong or cues aot kaow" (Princip:é 17,
1€ +:e child still does not respond withina raascnable Hme during slossr

naced qu%s?lSﬁlng, the teacher should prpvlde help, by simollfylng tha

ouésTion by degrees but always attempting to get some response (ses strategles

for stmpllfying questions beiow). |f necessary, she should at least gst a

"yas-no” answer to the quastion Do you know the snswer?” By malking sure ‘o

get an cvert verbal response Ig’evecy question she asks, she will gradually

condl+ion the children Yo respond to every question.

1¥ the chlld st1ll dcesn't respond, or 1f he finally resbonds Incorrcctly
“or says " don't kaow," tie teacher shculd follow proccdures fcr simplifying
as dlscussad below, in #19,

A enild who persistently requlres encouragement to respond will prosabiv’
require sorw tutor 'al assistance and should probably raceive fewcr and casier

group demands until he Is more willlng and able to respond.

WHEN THE CHILD 1S INCORRECT OR DOES NOT (80W TUE ANSHED

18, ‘lrong answers and | don't know" statcients should not be met with
nagativa raactions by the teacherl [1f the chlld responds Incorroctly, the
teacher should first toll him ?hat the answar is not right, She can do this
by uslIng such phrases as "No, that's not rioht" delivered In a ron=crltical
voice, or she can acknowledge +hat the answer was partly righi cr that the
chlid was using the ri§h+ process but misappliised it or didn't complets it:
"That's good; you remembered to think about those Seglinning and ending

sounds, bSut tho word Isn’t right==it doesn't make sense there.” In pointing

out that the answer |s wrong, the teacher should be as specific as possible

32




30

about what was wrong.

Whan the chlld has answered Incorrectly, the teacher should follow the
simplification procedures outlined in the next section. These are th:z same
procedures to be used with a non-responsive child, usvally after the tzacher
has elicited at least a statement of "I don't know" from him. |
SIMPLIFICAT ION PROCEDURES
19. Aftar attempting to get a rGSﬁzzjé cr acknowledging that an answer Is
wrong, the teacher has two options for simplifylng the r+ .tion. She may
give the correct answer to the child, or she may rephrase the question and
give clues. -

a. It the question deals with a matter of fact, so that the rasobonse
cannot be reasoned out, the teacher ;us? aive the chlld the answer. She should
not ask another chlld'fo previde I+, Calllng on others In this way can crea?é
bad feellings and over-competitiveness. Also, this may coavince the chiidran
that 1f they do po} respond or don't try to aaswer correctly, the teacher
will eventually go on to somecne else. Staying with the chilgd until an answer

Is established and attempting }o elicit some acceptable response from him

will Tnstaad teach the children that they must listan, think, and respond.

Providing the answer to the chlid can be done In severs| ways. |f tha
paca s rapld, the teacher should give tha answer and move On, DOrhags
occaslonaliy having a child repeat the response. |f the pacz 15 slow, the
question can be restated In a form which simply calls for agreement, ruopctition,
of choosing betwaen altsrnatives. For example, the question "What punctuaticn
mark 1s this?" can be simpiified to "Is it a comma or a perfod?" Harc,

the child only has to make a choice. |f the choice Is still tco difticuls,
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one of the options can be made mcre apparent, such as "Is i1 a comme cr a
question rark? An oxtansion of this Is to make ons of the al*ernativis so
riciculous that the chlld not only enjoys it but sess that tiz corract

cnolce is obvious ("ls it a comma or a worm?"). The child might also be given
the opportunity to make a yes-no choice by questlions such as "Is it a comma?l™

Another strategy for simplifying factual questions whizh leads almost
certainly to a correct response is to give the answer and ask the child to
repeat it. For some children, ;epetlTlon may be the only demand to which
they can comfortably respond at first,

Giving the answer to the child in the form of a simplified question to
which he can respond enables the child to succeed. This |s particularly
important for children who are anxious about responding or who seldom get a

, ;ighT answer. With children who generally reply quickly and correctly, it
usually is not necessary to always provide a success experience, especially

when the auestioning is rapidly paced and the teacher knows that the child

will not react negatively to belng told the right answer.

b, 1f the question is such that the child can be expected to figure
it out if glven help, the teacher shouid give clues or rephrase the question
in a way that guldes the chlld's thinklng in the right direction. [|f the clues
do not help and giving the answer is necessary, the teacher should give it
herself rather than call on another child for it.

One wvay to rephras;da question might be to break |t down into a sequence
of related questions. For example, in reviewing a story from the day before,
the teacher might ask, "How did Tom make the bread?” |f the child could not
remqmber all the steps, the teacher could break it down into, "What did he

do right after he decided that he wanted to make it?" Then, after an answer
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Wit 010 he do after he ot hor o from the rrocory ninre?”, ete,

Anothar exarnie of droakina 3 question dosn into seduertial stacs night
2 in helpina a child sound out a nev vord. ("“What is tha beginning zcsn 2™
Cresnonse”, "What do you %now chout those vovels in tha middle>" [rqsp:nse],
“Raad ine rest of thae sentence. hat @ord mxles sense +there that Yes *he =:uhds
vou just rend?™)

Another way to rephrase a question, especially a “why" ques+icn, is to
helo the child focus on relavant aspects of +he situation. For evample, if
the question uas, '"Why is there a rallinu around the Ticer Pit?", tre teachur
night say, "Well, if there was no railing around the cege, what might =~apnen
tf the tiser decided to take a walk?", (r she might ask, "What would “apoen
if the tinar aot out of his cage?™, and then, after answers, "When the rail is
there, can the +ine; get out of his cage”" .

Sometimos, rephrasing of the question into simpler lanquage may pe suffi-
cient to hnlp the student. Fo. example, "Name me some reasons that Tom and
his family were eager to get started," migh+ he more easily understood as
"My did Tom's familv want to gol"

Simplification, therefore, involves *reaking a question dovn into a simoler
forn that helps the child direct his thinkina to the rinht ansver. With ques=
tions reauiring reesoning or application of a skiil, the mathods of simplifi-
cation can bae rore complex and extenzive than the methods described above
{(upder headinn 19 a) for factual questions.

If simplification of reasoning questions does not help the child net on
the right track, the teacher should supply the arswer, along with an explana-
tion of the rhought process involved In figquring it out (“You have to sav the
beginning sound, then the end sound, then look to see if vou knoy anything about

the letters in the middle. Then think what word has those sounds and rakes

%
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sensn there.") Again, in supplying the answer To a child, the trzcher shculd
try to finish with a auestion or rasponse demand that the child can “andle

successtullv, aspecially i7 the child is s'w or apprehansive atout raspondirg,

CMETD THE o 1S CNTRECT

2. If the child answers correctly, ithe teachnr should acknowlednz i*.

This can be done briefly bv a nod, by repeating the answer, or hy vertal in-
dication of agreement, such as 'right", "okay", etc. Praise may or mav aot
ha appropriate, and is further discussed in principles 21 and 22 Yelow. - fter
acknowiedqina a correct answer, the teacher siould make sure that t'e rest of
the qroup has heard and understood. |f the others did not hear, She should  ~
have the chifd repeat tha answer more loudly. The teacher might also rensat
the answer herself and paraphrase it, althouoh she should not aet into the
aabit of following nvery answer with repetition, since the childran ray stop
listening tc one another's answers., Sometimes she should ask another child

+0 repeat thao answer, as discussed in principle 9.
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Toacher Responses to Thilfdren®s JSnawers: Surmar

This chart sumrarizes principles 17, 12, 12, and 27, The teacher =303

har choice of feaedhack on the type of quastion, the paca, and the child's ansear,

TYPL ~F QUESTION ~ACT QULN'S 7rsenise rEEDGACK RESPONSE

Tactual (child "apid ‘o response Teacher (T.) waits onlv a fov 5o~
cannol he helped conds, aives the answar and roves
to finure out the on.

answer if he does Incorrect or

not know) mostly incorrect Y. savs that the answer is incor-

rect, aives e correct answer
and moves on.

Correct or
mostly correct T. acknowledaoes that the answer
is correct. She makes sure all
have heard the answer and movas on.
Slov . ‘lo response T. waits lonaer for a resnonse

(as lona as *he child seoms to
be thinkina atout it), then shn
simplifins it to cet some overt
varbal response, and deals with
tha varbalization as corract or
incorrect.
Incorrect or

- mostly incorrect T, tetls the student the answer
is incorrect, simplifiaos the
question bv qiving a choice or
oivesz the answer and lets the
student repaat it.

Correct or
' mostly correct T. acknowlednes the ¢orrectness |
and makes sure 21| have heard.
Raasoning (child Slow "o respanse T. waits for a resnonsse a3s lonn
can he halped to as the child saems 0 he thinkine
finure out the ahout it, simpli¢ins tha nuestion
answer}. to net soma verhal resnons., then
dnals with tha verbalization as
corrat or incorract, .

Incorrect or

mostly incorrect T. tallg the studant the anwer is
incor-ect or partiy correct, com-
marts on the trocess whére appro-
nriate, then sinplifieﬁ th qu.stion.

Correct or

mostly correct T. ac<nowledaes that t-e resnonse
is corract, comrments on the process
whera it is apnronriate, and makes
sure all have heard.
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“CAISE A CRETICESH

?1. “raise is an important aspact of teachian apd should “e used renulariv
hut not indiscriminatelv. 'hen used sincersly, it can rainforce desired “etaviors
and favorably Influence the childrens' attitudas about thersalves an~ school.
The teacher should take care to praise the child's effort and/or thinkina
processes used in arriving at an answer, not just the answer itself. Thn
teachc: should use a variety of praise statements rather than rely on a sinnle
stock phrase, and should avoid praising too frequently lest her praise hecome
taken for aranted. Nuring rapldly paced portions of the lesson it is probahly
best to avcid praise altogether, and instead confine responses to confirming
students' answers and repeating the correct answars, ihen the pace is slowver
and students are called upon to demonstrate newly f=arned or more dlfficult
skills, the teacher should hegin pralsing more frenuently.

Praise should be speclfic and Indlviduallzed for each student. By belng

speCific in her praise, the teacher can help the student focus on approoriate
hchaviors to be repeated. (This also helps make other students aware of what
aspect(s) of the response were correct.) DBy making pralée contingent on indi-
vidual progress, the teacher can help each child see and appreciate his own pro-
gress (rather than praising only behaviors which some chiidren have rasterad

and othershave not). In other words, individual progress rather than aroup norms
should be the bLasis for praisc of individual students.

For cxample, a child who usually qives up easily on new words but »' 0O, one
day, does sound out a word should be told, "Mary, that was good; you lookaed at
the word and then soundad it out Ly yourself."” Kowever, a child who consis*ently
sounds out new words but needs 1o work on pausing at the end of sentences could

be praised for doing the latter: "Good, John, | liked the #dy you waited after the
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periods.”! In these exumples, both ary and John were praised for specific

behaviors which indicated progress for them. By specifying the behaviors in

these ways, the teacher gave more nformation to the children than if she had
just said, ""ood, "ary" or "Good, John."”

22. Children who biurt out answers, call out answers out of turn, r;spc;nd
impulsively, or continue to respond the same way time after time recardiess of
the question should be corrected, but correction should come in the form of
criticlsm combined with specific poslitive instructions about what was wrong and
what should have been done. ("Don't just quess, think about the problem first
before you try to answer.” or "Jon't pick out another activity now. The bell
has just rung and remember, that maans it's time for you to go to reading qroup.”)
Criticism atong, without the additional provision of positive, prescriptive in-
formation about what to Go instead, will he of little use 1O the child and

may be harmful if it makes him inhibited or resentfui.
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